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On January 23-^5,- 1973, a panel of experts met. 'in Princeton, New Je.rsey, 
to try to define the meaning of " soc ial ^competency " in young^.cbildren Tlv-y 
were united in feeling that social .competentfy • was something more th^n general 
intelligence and in recognizing the need. to. explicate that '.'something more" 



as a. basis for fostering and evaluating children's development. Tliey were 

■' • •' ■ ■ ' ■ . / • 

. divided in their approaches to the problem, largely -because of di'fferences in 
jth^ir own professional ideologies and experiences. ■ , / ,• 

In this report, an attempt has been made to distill tj^i^essence of the 
panel discussion, to consolidate the divergent direction^ it took, and,- in 
some cases,* to compromise opposing viewpoints. ~ ' 

, ■ :.■:/■ " .-^ Z: 

■ ' . ■ ■ ' / ' 

Coping with the Complexities of ^^^ompetence ■ . - . 

It- should not have been surprising that/the panel" had difficulties with 
i.ts task or that a ma3or integrative effort was .required after they had gone 
home. The history of " attempts ;by phiIo^^:?hers, scientists, and educators to 
cope with' the ■Complexities of human c^petence should have provided ample 
notice of the problems < * . . ' / > ^ . . \ * 



Guttman, summarizing Spearj^h', reminds us that 

•Plato distinguished /between two kind^ of abilities: 
sen^^^ and. intellect:. Later some writers added memory, 
and others adSed^yimaginatipn or invention. Before the 
fall c^f the Roma^ emgrire, speech' arid attention were fre- 
if^..,^uently introdi/ced to the^liat:. And lastly, movement; 

-J . .... . 

Over tKe centuries the^ lists of abilities gradually became lona'er until the . ' 

'■■/ ■■ ■ ■ ■ - ■ ■ ■ ■"i 

nineteenth century /When faculty . psychologists produced the liongest^ list .of 
all 



Spearman 'began The Abiritics of Man with a scene. from Oliver Twist de*^ 
•scribing Fagin's theatment-of Oliver after the boy attempted to escape and . 
call the police, "Here," Spearman said, "is a typical picture of ftiental .: 
life in. one of its most acute pliases...,. Fagin sec^ Oliver, remember«6 hiB ' 

i • , , • " ■ ■ ■■ - •■ ' - ■ . » 

attempt ^to escape., thinks of punishing him, notices -the club, marks the boy 
shrinking away and breathing quickly, ■ perceives him stagger under the blow," 
and s'&' on. "Pagin also becomes- angry at what the'. boy has done, entertains 
a desire to punish him, rel ishes the anticipation of his wri*thing in pain,^*^ 
seizes voluntarily the club and actually uses ' it . " Processes of the first 
kind Spearman called "cognition' and processes of the second kind, he said, 
■involved "conatiqn and affection . " Although Spearman asserted that "the 
processes of cogfiitiori cannot possibly be^i treated apart from those of cona- ^ 
ticm arid af f ection, ",^he insisted that "no 'less certainly the various iaspects 
of the behavior can and must be submitted fo separate con.sideration • That 

was in .1927 . ' . ■ ^ ^ 

\ ■ ; . ■ , ■ . ■ • 

■ In 1931/ the Carnegie Corporation es t^blish'^d' the Unitary Traits' Gom- 
mittee to e^iplore the social and psychological implications .of . a broader 
conception of human intellectual functioning than was reflected' in the ' 
theories, and practices of the day/ Among their^ grants were ones to E. L. 
Thorndike for an exploratory study of unitary differential traits in human- 
nature and to Karl Holzinger andltharles Spearman for analyses designed to ■ 
uncover additional f actors . of , hurnan competence . With the repeated appli- 
cation of factor, analysis by many, investigators over the years, again the ' 
lists of mental dimensiojois proliferated. , < - * 

. Nicholas Murray Butler talked. about di-fferential traits in somewhat 

■ \ . ' ■ . '"' ^ ' .. . ■ 

different terms and related them' to -the outcome.^ of eduQationV 



There are five tests of, the evidence-of education-- 

correctness and precision in -the mother tongue; refineH 

and gentle manners, the result of fixed habits of 

thought and' action; sound standajqd^ of appreciation of V 

beiuty, and of worth, and a character based on those 

standards; power and habit of reflection; efficiency- 

or the power to do. - 



In 1968, Edmund Gordon repeated what he had said many times since the 

summer of 1965 when Head Start was born; \ 

• ••. • , ' . ■ . . ■ ' - ^ i ' 

Although the., goals of education tend to be stated- in / 

broad terms,- when we come to assess " edi^cation it is - " ' 
always to cognitive, development and academic achievement 
that we first look for evidence of change. ' Too often 
we eitherostop with those,, first results or .turn with 
less rigor to^'look at other areas either as a second 
thought or as a rationalization . for our f ailure . to "f ind 
more impressive evicj.enee in. the' cognitive domain. 

In 1972, Edward -Zigler — again not' -fe time--bemoaned that "it 

may come as ,a surprise to the Nation tl\at .this preschool program ■ was not . ^ 
mounted in ho^'(2P of dramatically raising IQ scores.... Ratherr the c'teators , 
of Head Start hoped to bring about greater social competence in disad- \ 
vantage^ children. By social, competence is meant an individual's everyd'a^: 
effectiveness in dealing with his ejiy ironmenf . . ^ his ability to' master- 
appropriate formal concepts, to perform well in school, to stay out of 
trouble with the law, and to relate well to adults and other children," 

Reco\lrsQ to Sympos 

Not only is the problem of^ def ining^ tne full ranges of /human : competence 
an. ancient one but the curr^ent process for coming to thi^ definition is not 
withouc* itis enlightening, if sotnewhat discouraging) precedents. We have 
mentioned the Carnegie Committee of 1931. Spearman,, vj/hose perceptiveness is 
Surprisingly ^timely, devoted an entire -section of hi^ great book to "Re- 
peated recourse to symposia"-: 



. -4- ■ 

• - ■'. ■ ■ - /' t"-' ' ' . - 

In -a resolute effort to clear up the situation, recourse • 

was had to a symposium of several nr6-eminent Britisti 

authorities^ And as was inevitable from sixth an assembly, *~ 

• many thoughts were uttered of high interi^st and sugge$- 
tivene.ss.. But, in respect .of thl^ main purpose^ the result " ■ • ' 
ca^n hardly be regarded as other., than disappointing. ■ ' . 

And "after 'another sym^^osiurn: ^ ^ ^ — • • • . - ^ 

As before f such a distinguished gathering could not /J^ail ■ 
to beget many an observation bearing thp stamp of ^-ilr 
liancy. But .as |;or . tlie essential aim ... there a^/pears ^ 
\ to have' been no /f5uc cess .obtained , . / 

And a^St^r yet anotlier symposium (this one. in (t^23Y\ . ' 

But'^^he si tuat ion' became even more perplexed than' at the 
previo&Sv^eeting 

: ; ■ , ..' ' \ ^ . - 

^ in addition" to all 'of "the committees who through the ^years have assailed 

the domain of intelligence (and of effect.ive human functioning in general) ^ 

there have been many groups called . together to decidfe whicA" of these dimen- 

\ sions, were -to be the targets 'pf educational programs l^"%^The panel that met 
in 'Princeton in/ January 1973 was just one in -a sequence of**coiTun^tt^ con- 
cerned with the objectives of interventions at early childhood levels. It 
1? true that the questions different panels sought to answer wei;^. phrase.cL ^ ^ ^ 

• in ;sofnewhat .different, terms—for example, '*What" should be the character- 

istics of a comprehensive set of instrviments designed to aissess children's 

•i& . ' . . _^ " ■ , ■ ■■ ^ 

■ ' vv^ \ ' • . ■■ ; ■ ^ , • • ■ . ' 

iceadiness to enter usu^.l school programs?'* "What should be the goals o'f 
■ jtTead. Start f or "chilc^fen of 4 to S'?" "What are the most important variables 
to assess in a comprehensive evaluation of the effectiveness of preschool 
programs?'' However /' the substantive j^ssues underlying all of these .effGxrti' 
have been very similar* . The. particular ^charge to the ^January panel was to 
define "social competency"- in young children and jto spebify some of the im- 
plications of this definition for measurement andj research . 

■•A •■ - ■■■■■ , - ■ • 



. • ' -5- - . - 

■ Tenacity of IQ" j^ - . " ■ 1 

After all^^at has gone before, it- is not ed'sy" to s^o why ^In" 197 3 ' 
people are still using general IQ as the m^jor Yardstick of deyelc^nenc and 
the principal criterion, of the ef fectiveneiss of early education' programs < 



And why it was deemed necessary 
there was any ireason to antic ip. 
cossful than its predocesaors 



to convoke' still another ^^^ymposium : - And why 
te that this effort- Vould be apy more, sue- 
)r its results any m(^e in-f luential . 



1- 

The continued emphasis on TQ can pirobably be attributed to several 
factors. It is a-venerable concci;it in psycl^ology and has been comparatively 
we 1 1 me a s ur ed. . Furthermore it .Ji^s .a i^ixg^X;. , c aL^ect lo B .if --eer^'ele^fi that 
are predictive of, success 'in a wide variety pf hiinian eiideaVors than any 
other variable. In fact, IQ is siJch a global variable ;^iat it incorporates 
a great- many other variables in whole or in -part/ Thus there are those, who 

^ _ \ , ■ 

^gue "that unless an anterven€-ion }0|t:ogram_ infli^iences, IQ, it Is* trivial to 
look for Qther effects;, if there were any significant other effects they 
would be reflected in' fg, changes. Some go farther to state that improve-. 

, . J... ' • ' ' ' ... "... - V 

V ments in motivation attention , arrd the Ijike arc worthwhile gb.als only ^f 

. • ' ■ ' . : 

^^^^^ey. affect g^enerSfl* Intel 1 igetice - " . ' 

^■^•^ It would be easier to accede to the primacy of .IQ in t?ariy education 

if educc^tion were only a distributive -enterprise , \qradaally channeling in- 
dividuals into adult-role- nlcbes on the basis of e^pectancv of success. 
(Even here , l^wever , IQ seems to be more predictiv^of level of 'later ac- 
complish;nent than'of tygaf of accomplishment:. Although Terinan said,- "I am 

• CO- ' ■ I 

^^'^ convinced that to achi*eve gr'ieatly m almost any . field, special talents 

• 'Oh . ' \-' . . 

Have- to be backed up by'a lot of .Spearman's g," he al\so -pointed out that 

■ : • ' ■ - ■ - \ ■ • • 
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.-.•./ ^ ' -6- ■ 

i "tests of 'g.^neral intelligence' ... do not*... enable us to predict what 
direction tlie achievemen^t will take, and least of all do th.ey tell us what 
petsondli'ty factors or what accidents, of fortune will af fee t ' the , fruition 
of exceptional ability.") .| 



However, education cannot bo c<^nc;eVncd' only with distribution or pre-^ 

\ diction. IrV some cas^s — and\ these are the cases in which education is 'most 

• /appropriateiy characterized a\s "interyention"--its ve^y nature is to try to. 

■ change the /predictions^' which h\ackgrounds_pf. poverty or earlier poor achieye- 

/ ment would le|ad to. In mo$t ca.scs," -its programs are oriented pi^imarily to- 

ward the special talents Terman \re^f erred to and the fcictors thaf may affect 

fruition of abilities. In all cases,' it itiust be concerned with 'the -cuality • 
'"" * ' - \ ' . V ; ■ / ' ■ , • 

of children's lives while they- ar^ beirtg educate^ as j well as /in the f utpure . 



of education are a 



;0^Underlying all of thes^ conceptions of the role 



dif f erentiated ^view of human cap-ibility and pbtentiality and a need for 



differentiated treatments. By definition, this view and t^is need cannot 
be served by undifferentiated measurement: strategies.- ' ^ 



Unfortunately, the very predictive power of the IQ variable has tended 
to dominate developments in psychplogicai^ and educational measurement. 
Thus, as we indicated earlier, many investigators and- practitioners have 
continued to use IQ tests because- they were there. When they sought dif- 
f-erentiaX measures of abilities, achievements, and noncognitive f^'^tors, 
they . encountered both a paucity pf valid -and! reliable measures and a con- . < 
fusing abundance of inadequate and adiosyncratic tests, indexes, and scjied- 

- ■■■■■ . • ■ . ■ ■ . ■ ■ : ■ "' ■ 

ules. This was partially because development! o^ measures of particular 
vAiables' fiad not proceeded out of a systematic, rational mapping of domains 



and;t'he re l^-t ion ships between ^.h^m. iTiii^s tho're might bo sJsiundifodii ?of mt^ai^- 
ure.s of anxiety (representing; varipli^ investig^cTtcrrs I limited ^oj orationalf 
-de^f initions.) V dozens of meaisures of r.igM'i ty (wi,th iow correlations* amo/^^i 
them), and onl^ on^ or two measures of /iijterpelrsonal sensitivity in thJ ^y' 

• V ■ ' /V ■ ■ . ' ■ • • ' ■ , 

clrild. ^ 'The lack'* of .mapping ia turn gbuld/ bfe traccrd to the di^ficult^* |>f 
^getting educators, ancl social scient.ists/^tQ agrei; about what ^?he variable^i 



were 'that belonged' on the'map.*. / . / . 

• / . 



Part 



Goai Definition and the Problem of 'Values 



icipajits in the s^uccessive panels struggling wit:h the probXa^i^ o£- 



defining goals and* dimensions of competence tox y<:)ung' childr<:;n are typically 
Struck at the outset by -the value-laden nature of . t'Vi^ enterprise • Reactions, 
quickly encompass a number of confcerns: wivth be''ii«T value-free oft at least 

• .\* ' . . . . ^ ; 

value-neutral (th^ conventional, stance. V^f iso.cial science), with the plural- 
istic and sometimes conflictina vnlaes of our sdciety, with whether there' . 
are transcendent valii^ ;> h-Ouing for the whole society, and with the' fact 
that valuer . [irjr jv,- over time and c ircumst^inces . Panel members alsoVuffer - 
from a reluctance to iippose their value-free or value-full analyses on 
others . • ' . * . / 

This concern with value issues is related to the kinds of approaches 
tajcen to^defining goals and desirable dimensions. Kohlbepjcind Maye^ *(1972) 



■ ■ ■ * V' ' ■ 

*Some social scientists insist that specification of the domalTis an em-, 
pirical problem and "Kave undertaken long-term programmatic ,ef forts' within 
particular domains; but such an approach must indeed be long-t;^rm and pro- 
vides no guarantee that ijiTjiportant areas will* be '^covered first, '^that some 
areai? will be covered at jail, or that^^elatipnship's between area^ will be 
studied. J \ 



out J ined three of these approaches and the January panel added a fourth,- 
They car. be summarized as follows: ' ' 

1, The "bag 6f virtues" (or Boy Scout or Sunday School) approach . 

This approach attempts ' to-., spec if V the sot of tra'its characterizing a healthy, 
fully functioning person. ^^Tt suffers chiefly from historicalQethargy , dif- 
ficulties in accounting for multiple and sometimes conflicting "ideals," 
:ind confusions about traits which havt- 'different values' at different age 
levels . \ . ^ \' . ► 

. ■ " - ' ' " \ ' ■ ^ 

2 . • The "industrial psychology" (or prediction-o^-success or predictors- 

and-precursors) approach * This strategy is always f ut'^ire-or ierited ; goals 
for young children may be stated in termS: of capabirities needed for ^dult- 
"role functioning. Difficulties ari-se-.to the exte^it tliat certain adult| abil- 
ities are not directly predictable from the character ist'acs of children. 
Indeed, some children's characteristics may be positive predictors^ of adult 
functioning, at one age and negative predictojrs — or unrelated to"' adult be- 

• ' • . -"^ . •■; , 

"havior-^at another ^age, Thore^is a criterion problem here too,,, since the 

■ • . • ' ' ■ ' - - -' 

dimensions of effective adult beha\^l^ have not been mucH' better defined or 

mapped than the dimensions of effective child behaviors Furthermore, by 'the 

time the trhildren become adults the requirements* for. adults may have changed. 

Another problem that must be faced ^ with apprGach^2 as well as appiroa^h 
1 has to do with characteristics that may be.,.,yalued anh adaptive a': one 
point in time hut either pay lead to negative cortse'quences or be considered 



inappropriate at a l^ter point in time. For example, exploratory behavior ... 
is vaiLued for eyferyone, but if i^^/S permitted €6>lqccur without any re- 
straints in the young child it can lead to inability to control and focus 



-9^ 



attention in situations t ha t'^ demand a disciplined response. And. impulse ex-- 
prc3ssianv frequently e>ncouraged in preschool programs, can cause seriou.s 
problems in many ^lisiness and social situations. 



3- The (normative-expectation apprpach . Goals are stated in terms pf 
age- or grade-related ^expectafncies . Usually those expectancies are derived' 
from population surveys — fo^ examplcr those usi-ng achievement and ability 
tests. Frequently^ too^-^goais are orj.ented tov/ard the averages established 
by those surveys — for example, 'to have all third traders in a city reading 
at the national mediaii 'or above ^ In addition to ' t.lu-" problems of shifting 
norms groups .and changes in the. meaning of scores at different points on the 
measuremeitt scale, thi s approach runs into the danger of limited* purWiew: 
Its proponents may tend to focus attention only on tliose variables with which 
they have had a good deal of experience or which have been extensively 
measured (and that can mean the variables that have been easy and inexpensive 
to measure). Ah even more serious drawback to this ^hird approach ^s,that, 



just as 'focus may be limited, so may /aspirations be unnecessarily assimilated 
to the status auo . * 



• . The theory-^guided approach . This approach rests upon the existence 
of theoretical conceptions about the nature of the developing organism and • 
its interactions with the ' environment It should have the advantage not only 
of identifying importarit variables but also of consridering those variables "in 
hierarchical and" interdependent structui^es.. Mediating and org*'knizing' 



X*Jt is interesting to note that the goals and measures for the National Assess- 
ment of Educational Progress wefe built on the basis of expectations about the 
leVel' of performance that should be -attained by the top 10 percent, the 
. average, and the bottom IQ percent in four age groups* in the United States'." 



* ■ ■ ^ . '10- 

processes in the human being would then become tho organi:!incj scheme for 

structurinq =^nd impltpment ing the qoais.^ Thus the choice of variables, and- • 

^ . 

goals would derive from an understanding of the natu-rq_ofr* the processes of 
learning, development, and social i.nvolvement . The 'Kohlbcirg^Mayer "develop-" 
mental -philosophic" strategy is one such theory-guided approach; it is based 
on t])e cognitive-develoj-vmental theories of Piaqct and the phiLosophic- 
educational tlieories of Dewey. The theory-guided approach is possible only 
if there are relevant theorie's- -^t.o guideM.t. It is fruitful to the 'extent ,* 
that those theori^^s are compireliensive' enough to embrace a wide range of ' 
critical variables, including those whioh common SL?nse and . intuition indicate 
are important, . ' * • i ^ . 

There i"s- a relatively cho^t .step between the processes of specifying 



goals and of specifying criterion measures for program evaluation. The Janu- 
rnry pahel vacillated between the task of defining "social competency" in 
*gqneral terms and the task Qrf defining those dimensions of social competency 
that are implicit in the Stated ^oals'of exist ing in"*-.ervent ion programs, 
specifically Head "Start. The latter program^-dentered focus leads to a fifth- 

' - ' . : ■■/ 

strategy for defining variables, a "go^l-guided" sti?ategy , ' but it/ is not 

really directed toward the same end as the four preceding approaches which 

i _ ■ 

treat goals ^nd associated variables simultaneously. The goal-guided . strategy . 
is, of course, entirely relevant only in situation^ where the goals are 
already well defined, and it does not necessarily generalize to other programs 
and other times. The panel recognized the. weaknesses of each of the four 
strategies for defining goals and thus the need not to exclude any of them in 
otheir efforts to create a broad -delineation of '^social competency," As in-- 
dicated above they also moved ^into *the fifth (goal-guided or evaluation) 
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strategy occasionally, and .the strategy vvas useful in some cases for apprais- 
ing the feasibility of ^ translating a v<^riable or construct into measurement 
terms. ^ ' 



^ • ^ - : ^ 

~ . The meeting was oriented toward definitions of "social 'competency" that 
would guide the planning of future programs as v.ell as the improvement of 
ongoing ones, and the panel noted the urgent" need for better assessment and 
evaluation of programs that have been in existence for. a number of years. 
At the same .time it was recognized that rational analyses and program evalua- 
tions — however sound-~are not enough to effect substantial improvements in 
interventions into the lives of young children. Such improvements can only 
come from increased understanding of the processes of learn\^.ng and develop- 
ment that- a concomitant program of targeted research can provide. ' 



Conceptual Distinctions Important in Defining "Social'cCompetenfc.y": 

"Social competency" is just one of many phrases that might ha\;fe been 
used to mobilize attention to the broad range O/f ^ cognitive and per^sonal-social 
dimensions of the developing child". As d^^^cated earlier, the panel members 
were united in rejection of intelligence a\ a unitary trait or afe the sole 



*When the panel used this strategy for the task at hand, they focused mainly 
on the educational component of intervention programs. It must be. recognized 
that comprehensive programs such as llead Start also" involve health and 
social service components, and somi"^. advocates of these programs stress these- 
components over education. Any evaluation of these programs would, of course 
have . to encompass all components. 



criterion for evaluation of intervention programs.' They were also united in 

doubt that their symposium could, gen'erate a definitive description of "the, 

parameters of "the whole child." • ' 

• 

Among 'the p^vlems that had to be resolved--or a t least confronted — were 
these : - : 

^ 1 . Distinguishing between behaviors tliat are prized by many segments of 
society across a large number of situations, and behaviors that are not nec - 
ess^irily universally admired or are differentially appropriate to different .Z' 
situations . There are actually two coordinates hero and four quadrants, for 
a beliavior can be prized by many but only for certain situations or be adap- 
tive in many situations but not widely valued. In reality, the dimensions, 
are correlated, and/it is more difficult to think of examples in some cells 

■ i ■ . • . . - ' - . 

than ihiothers< However, they are not perfectly correlated, and this means 

■ - \- -~ . / 

I , ' ■ - . _ 

that goa^l makers must consider the ecological and popuTation generality of . 

each construct they think is important. It does not mean that they d'lscrard 

con s true t*s that are context- = or population-specific^ but -it requires that 

/ - ' 

each|statement about a "socially competent" attitude, skill, or coping style 

/ ■ " ' ' 

be Accompanied by an enumeration of the population subgroups and of the 

• J ^ / 

classes of occasions • for which it is an exemplar of competence. This step 
requires delineations of the population groups (boys girls , regional and 
^'thnic groups, etc-) and taxonomies of contexts (preschool home , adult-child/ 
interactions, peer relationships, etc<) that are relevant to the ^ young child, ' ' 

2 < Diotinguishing between p ro ficiency and performance, and between 
maximal and typical performance . The former distinction acknowledges tlte 
difficulty of making inferences' about capability in the absence of a response ' 
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or when the child makes a low-level response^ Tt is related, to tiio pirecodinq 
proble1s[^, in that , context and other factors can play as large a role aS capa- 
bility in determining level of response < Early educat/ion programs must be 
concerned, first, with developil^g response proficiency within the chiltl's 

■ • \ . ' ' ' ''^ 

repertoiVe. and then with encouraging -its display or performance in appii^opri- 

■ ■ ■-■ ' ■ ■ 1 ■ 

ate situations. . • " . 



The maximal-typical distinction is both goal- and measurement-related. 
We are sometimes interested in the best performance that the child is capable 
of, but more, often we are interested in the level and quality of performance 
that he exhibits under .ordinary circumstances.* Most specifications of" goals 
of early childhood programs are not explicit on this point, and this leads to 
confusion on the part of those who try to implement or evaluate the programs. 
On the/ measurement side of the [^roblem, we should recognize that there is a 
_b_i^s_toward assessing "maximal performance , especially in the cognitive area. 



This is probably, an appropriate Bias, because, even when typical performance 
is at issue and is being measured, it is frequently necessary to estimate 
maximal "performance (or underlying proficiency) in order to interpret the 
meaning of typical-perf brmance levels. As indicated earlier, this is of 
critical importance when typical performance is lov/. The discrepancies be- 
tween maximal and tyi:>ical performances are also' valuable in deciding oh ap- 
propriate intervention strategies for individual children: If both typical " 
md maximal performa'nces are low, it is better to concentrate on improving' 



*This distinction between maximal and typical performance should not be con- 
fused with the distinction between optimal and minimalTy acceptable per- 
formance. Maximal and typical performance relate to. observed behavior, 
whereaV opt imal and ■ minimally acceptable performance relate to standards 
used in\he evaluation of performapce . . ' , 
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proficiency; if typicajL performance is low and maximal performance is high, 
it is better to concen/trate on raising typical performance levels ^ probably 
through motivational and coj:text manipulations; if maximal xjorformance is 
Xov\r-tmd^ypical performance is high, we phould reexamine our concepts k^nd ' ' 
measurement techniques~T'~^ — . 



3 . " Kecognizinq that variables may liave di f fer75Ttt>--in^anings--and thus 
different implication^^ or social/educjational action--at different levels of 
intensity or in their positive and negative ranges . For example, with a" 
variable such as impu4sivity\ measured in terms of reaction time, quick re- 
sponses may indicatOy lack 6'f ■ reflection but extremely slow .j;esponses may be 
more indicative of obsessiveness than ^of r<^f lectivity . Examples of bipolar ■ 
dimensions include flexibility-rigidity (frequently measured with different 
scales in its 'positive and negative regions) and sociability (extroversion- 
introversion) ^^^-ex'treme behavior at either end Tnay be maladaptive^ ,but in the 
case of young children v/e are frequently mosu concerned with identification 
and treatment of the negative extremes (extrei^e rigi-dity,. or introversion 
carried to the point of complete -withdrawal) . - Some of the confusion in this 
area arises from taking labels for variables too, literally without careful 
analysis of their meanings and correlates. 



. \ 



4\ Distinguishing between the positive compgnents of social competency 
(the characteristics we can agree we want the child tp have or develop) and • 
negative characteristics v;hich may serve as obsta.cles to learning, develop- 
ment, and societal adjustment . In, the first case, we can state the goal in 

terms of developing , increasing , or maintaining the component, while in the 

^ ■ - - 

second case we are concerned with reducing or eliminating it. Examples of 
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variables in the latter category are hostility, aggression, and anxiety. In 
the 'extreme' these are pathological behaviors, and unfortunately they seem to 
be more stable longitudinally than some of the more positive traits, 

S • Identifying different classes of variables in terms of their de- 
velopmental trends . The easiest class to deal with encompasses those- vari- 
ables that increase with ago and training (frequently tapering off at later 
ages or with lack of utilization); many of the typical school achievement 
. variables and variables of intellectual competency belong here. An error 
made frequently in the past was to as^syjne the same form of incremental func- 
tion for variables which in facJ^^lDehave quite differently. Indeed, some 
variables decrease wi th..-rTiaturity--f or .example , impulsivity and even positive 
self-image (at^l-east for high achieving children.) , Other variables may be 
\ cyclical or remain relatively constant. Those in the last categories pre- 
^sent special challenges in terms of. goal definition and intervention, depend- 
ing on whether the characteristic is judged positive or negative, on the age 

ifevel for which the goal is being defined, "and on the developmental stage at 

\ " . . " ^ 

vhVch the intervention . is introduced, / 

/ - - • ■ - 

/ • - 

6 , Recognising the importance of "defining and assessing- social compe- 

tency \in -dynamic a S; opposed to static terms. This implies both taking account 
■■ - ■ ■ — -~ ■ — — ' ' . ■ - >— — — ^ ■ 

of the different developmental trends for variables (as discussed in the pre^ 
ceding point) and the need for repeated measurement of. the stage or direction 
of development.' It implies too that criterion variables at one point in time 
may serve as mediating variables" in the longer run. 

7 . . Making explicit the relationships between program*^ goals for parents 
and program goals for chil^iren . In some cases, a major program goal is to 

. effect changes in parents. And such attempts to foster changes in parents 
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are frequently based upon a general philosophy that improving parent compe- 
tency and ameliorating" family problems through social services will have an 
indirec^^ and" long-term p^ositiVe effect upon the children in the family. 




Furthermore r'^'^SQme of t^ie variables of social competency for parents resemble 



those for childreTi. However, this.; panel ' s .objective was to define the goals 
.for children, and indeed in the short time available it could npt do complete 
justice even to that task. Parent involvement thus was examined only as it 
might be directly instrumental to the'Wevelopment of child competency. In- 
this case, the criteria of children ' s .social competency would be appropriate 
not only for evaluating the_ direct effects of a program on the children but 
also the effectiveness of the program in engatjing parents as- agents. For - 
example/ some prai^r4jjis attempt to increase' parent ability to interact sup- ^ 
portively with children; this should in turn help the child in such areas as 

language development and self-confidence and, in general, to learn how to 

' ' ' ■ ■ 0 

utilize adults as learning resources. - . 



Components of Social Competency ^and Goals of 
. Early Intervention ^Programs 



The twenty-nine' statements that follow represent facets of social ctim- 
petency in young children and. can serve as goals of early ' intervention pro- 
grams.. To some extent, the statements reflect all of the approaches , to ^oal = 
definition, cited earlier, although -the "prediotion-of-success" approach was • 
less directive than the others and criteria of success were left irtiplieit 
rather than explicit. At first glance, the "bag of= virtues" approach may 
.appear to. dominate; it does to. the extent that behaviors valued by parents 



and society in the seventies are essential components. However, some of the 
statements .are also 'associated with a' normative-expectation approach, in that 
age- and stage-appropriateness are highlighted,. Most important,, the state- 
ments are systematically theory-guided, although there was no single theo- 
retical school of thought to embrace the full range of "competency," Rather, 
concepts were drawn from a number of different theories within domains and 
from partial formulations bridging domains. Among the most influential were / 
the conceptualizations of Piaget, Guilford, David Russell, Rapaport, and ^/ 
Bmet in. the cognitive-perceptual areas; Tomkins, J^otter, Schachtel, Seymoux/ 
Sarason, Carl Rogers , - Emmerich , and .Bandura in the personal-social areas; ^// 

and Lewin, Werner, Thur stone, Witkin, Dewey, Kohlberg, J,. McV^- Hunt., Rober/t ' 

■ ' '/ 

White, Bruner, and Kagan in the areas of interface between cognition- and 
personality: ' - // 

■"" - ■ ■ • ^ ^ " ■ ' . ■ ■ / 

■ " ■ ' , I 

7 ' •* " ■ - ■ ,' . ■ 

" There are no doubt some facets of socia^ competency that have beei^ 

' ■ ^- ^ 7 

■ ■ ■ ' . . . 

omitted. Moreover, without a corresponding' taxonomy of situations (seie the 
first point in the preceding section), it has not been possible to 'specify 
all of the conditions under which a given process or behavior is desirable. 
It should be- recognized too that few intervention "programs would attempt ex- 
plicitly to implement all of- the goals, . However, if the goal options are 
viewed in a comprehensive cohtext,,- program directors should at Ifeast be 
sensitized to the^ need to avoiv^ subverting some of the goals in their zeal to 
foster others. , , - * ' . ; • . 

• For the reader's convenience, there isr an Index *of Gompetency Variables 
at the end„-of the report, ' ; • , // 
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I . Different i-ated self-concept and consolidation of idontlty 

The child recognizes that ho has different levels anc! kinds of skills in 
different area^- of cognitive and interpersonal functioning and different • 
interests in different areas; at the same tine there should be an inte- 
gration of these differentiated subsystems into .a consolidated identity so 
that he appreciates some constancy of self across. time and situations. 



2 . Conception of self as an initiating and controlling agent 

The child tends to initiate action and direct his own behavior within 
realistic- environmental constraints; he does not feel powerless, or a 
pawn of environmental forces. This^ goal Includes some feelings of re- 
sponsibility on tiie part of the child for his own learning and skills 
acquisition and for decisions affecting himself and others. 

3 . Habits of. personal maintenance and care 

The child meets coimnon standards for his, peer group in cleanliness, 
grooming hygiene , eating habits, bladder and bowel control, sleeping 
•habits, and saffety practices. ^ < • 

4 . Realistic appraisal of self, accompanied by. feelings of^^ personal worth 
The child's appraisal of his abilities and 'Interests is not at substantial 
variance with his perfpinmance and behavior; .however, even for childre|7 

■■■ I ::\ • ^ ' ' ■ ^ 

at relatively low levels of proficiency, there must be some feeling of 
worth as an individual Here is a case where the goal is not necessarily 
to develop higher and higher feelings of wqrth but rather, to avoid any 
in'stances of • extremely negative sfelf -deprecation . (Atl'^'^ult leVels , 
positive extremes in' seXf-esteem-rigrandiosity — may also '^have pathological 
implications.) Realistic appraisal of self and feelings of personal worthy, 

\ ■. • ■. . • • • ■ • * • ■ 



while important objectives in th'?ir own right, also undergird* resiliency ^ 
in the face o'f failure or frustration and are reflected in level of 
aspiration and other motivational proces'ses. 

5. Differentiation of feelings and appreciation of their manifestations and 
implications • 

"^The child knows about and experiences different types of negative and 
positive feelings, recognizes their expression In himself and others,' and 
takes this recognition into account in his actions -and judgments. These 
abilities are a necessary, if r^ot sufficient, basis for the development 

C J. 

of intra- and interpersonal sensitivity. They also provide an affective 

groundwork for later aesthetic satisfaction. 

■() . - , ■ • 

6. Sensitivity and understanding in" social relationships 

The child perceives and accepts d/ifferences between himself and others, 
and appreciates perspective>s and viewpoints of others. .He rejects clearly 




" ant isdciTai vaTues" Te .g ., viol e/^ but tolerates a broad range of values 
different from his own. 

'1 . Positive and af f ectionat^personal, j'elationships 

The child does not hesi/^ate to display affection to adults and other 

children and fdnps ' relatively stable friendships and personal associations 
' / ■ ' \ 

8.. Role perception and appreciation . ^ ' ^ ■ 

The child recognizes that children and adults take somewhat different 

roles in different situational and interpersonal contexts, knows what 

is "expected of others and himself in these different contexts ,' and takes 

role expectations into account in his own^ behavior . These kinds of 
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sensitivities and ada])tation$ are especially important when radical shift^^ 

in social or cultural context occur--e.g., between Spanish home and 

t, • ■ 

•mainstrea/h" school, ilowever it is important too that the child appreci- 

\ . ' ft . * 

ate the diversity of . available role oxjtions and reject artifi.;ial (or- 

• ■ ■ . '\ 

stereotypic) boundaries an role opportunities, \ 

9. Appropriate regulation of antisocial behavior 

The child does not exhibit a recurring pattern of extremely disruptive/ 
violent, aggressive',, hostile, or other typos of antisocial beliavior (e.gv-, 
lying, stealing, cheating). Neither does he avoid these behaviors through 
massive and primitive defenses that repress or deny, the underlying im- 
pulses, for such ci^efenses are associated'-with anxiety and neurosis. 
Rather he avoids such antisjpcial behavior through moderation, redirection, 
or otHejr mechanisms of impulse regulation that are at least partially ^^"X^ 
under his' ^cognitive control. , x • 

10. Morality and prosocial tendencies ' 

When there is an opportunity or situational expectation for prosocial 
^ behavior, the child engages in such behavior more often than not. (That 
is, "the child tends to be cooperative, obedient, helpful, and fair as a 



function of the role requirements, his perceptions of the needs of others, 
and other situational factors . ) Not only does the child exhibit prosocial 
behavior-, but as he matures he becomes increasingly ,^ware of the reasons 
and 'principles (moral and social) for it. 



ERLC 



11. Curiosity and exploratory 'behavior . , , ■• ; , 

The child evinces curiosity about his environment and actively explores it. 
'■■ He undertakes and continues such ' exploration without: external inducement 
or pressure>> particularly in areas of personal interest. 
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' 12. Control of attention 

As a function of - situational or task requiremen"t\, the child attends to 
relevant cues for an appropriate length of time and at an appro[^riato 
level of concentration. The important goal here is . for 'direction , dura- 
tion,' and intensity of attention to bo under t]ie contz*ol of the child. 

1 3 . Perceptual skills 

■The child perceives a .unit or form as separate from its background, dis- 
criminates between similar units and forms (even under simple transforma- 
tions) , analyzes form^.into their constituent units and parts, and 
synthesizes units or parts into an organized ferm. These goals apply 
within each of the critical sense modalities: visual, auditory, tactile, 
■and kinesthetic. Skills in*' visual and auditory differentiation are 
ordinarily basic to competency jin language and reading; perceptual skills, 
in these modalities include seeing letters with^in words (hearing - phonemes 
within longer utterances) , discriminating between similar letters such 
as p and b (hearing the <:ii_stincti6n between similar sounds such as ch and 
sh) , separating a word into syllables, and blending letters (or"^ soun&^sj- 
into meaningful wholes. 

■ 14,,..^ Fine motor dexterity ,> 

,^ The child manipulates small objects and uses tools — witlvin his limits of 
• physical development. . . 

15. Gross motor skills ^ 

The child walks, runs / jumps', and reaches without excessive clumsiness 
^nd within the limits of his physical development. Note that ■ this goal 
, does not imply t^at every child should achieve athletic or aesthetic 
o superiority in movement.- • - .. 
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^ ir,, 'Perce->.^tual-iT>otor '.ski " ' "* 

i ■ • ' ■ 

/ ,Thi. child coordinates visua] , auditory, and motor i^oljavior at an age- - 

' appropr.iare If^vel or within lirrats of sonsory acuity and pther aspects 

of -his physical developiTU'nt , Includt^^d hor<' arc? .skills in copying for.^s, 

mimicking sounds/ and imitating gcsturo.s and ifiovcnc^rits . 

17. . L n nguag e skills . " * ■ ' 

* * * ■ ' 

.The child recognizes tlx-' rnt^aniii'-T of ^Aor^is ht > hvars/and rocal Is , ■ conpre- 

'honds, and interi.:rcts spok-jn words anni sentences. At the later ago 

levels f he exhibits the sai^ ski'lls with printed words and sentences and 

also extracts inf oVmation.' ."f rom a body of text or tabular material. He 

labels objects and events appropriately, ^repeats infoirmat ion given to him,* 

retells stories, describes objects and* 'eventJs, makes . requests and. gives 

instructions, . an'd tells stories of his own invention — speaking audibly 

and comprehensiblyi. At the late;r a^e levels, he labels, retells, describes, 

makes requests, gives instructions; aj:id tells stones in writing; he •. 

records information from dictation,, written text, or other sources; ^nd 

■ his writing is legible arid^-intel.ligible . Jn his writing,* he observes the 

simpler cbnventions of punctuation and Capitalization and he misspells 

. * » 

only the more difficult words.' -He recognizes -the 'functional properties-. 

^ . ' ^ ' ' - ■ . ■ 

of words/phrase^ and the structural .components of sentences, and applies . - 

this knowledge in his own spoken anci writ-ten production. 

• ■ '.» * ^ ^ ' , «■ 

18. Categorizing skills • * * ' * * 

*rhe c^hil'd recognizes whether objects (or e^nts) are similar or different; 
apprehends the nature of the similarities and differences; t^ategorizes 
objects or events on the basis of ott;tritrutes,. generic classes, or rJXa- 
tionships (functional or thematic), dealing wi^h exclusions as well as 

erIc - . W - 
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inclusions; labels categories; and verbalizes the principles/ underlying 
categories . ' ^ . 

19. Memory skills 

The child has adequate memory skills to retrieve information on the basis 
A relevant cues — not just immediately .but also over ti^e> The memory 
skills encompass a;spropriate strategies of attending, organizing, and 
rehearsing. "Appropriate" here is relative to the content/form and the 
retrieval expectancies. Memory 'is usually measured in terms of retrieval 
performance. However, if a child's retrieval performance is unsatis- 
factory, then it is important t^o try to determine where the difficulty 
' li(Ds: in the attention process, the organization^ and storage process, 
or the retrieval process itself. " - 

5 > ____ 

20. Critical thinking skills ' . 

V/\ The child perceives and identifies problems, analyzes and appraises the 
^ elements of . situations (including missing components, contradictions. 



and inconsistencies), and -judges and evaluates conceptions, processes, 
and products (his 'own and those of others) . Essenti'all to these analyses 
and evaluations is, the chi Id' s -ability to .appraise hisr.o\%Ti capabilities . 
and resources in the. context of ..situational demands. - ? ... 

21 . Creative thinking skills • i . ' ' ' '■ 

The child, generates multiple responses (language and motor ). and. con- 



ceptions" (ideas, associations, implications, liypotheses) to situations; 

:.■ ■ ^ ■ ' ■ . ] / - .1' .. \ \ : 

"in generating --.these responses, .the child moves flexibly across contents'^^ . 
and forms (does not_ per sever ate within categories and ; breaks ; set pr ' 
habit adaptively) ^ome of the responses-.the child- generates are •. 
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original, unusual , or aosthut ically- satisfylnq. TYic occaision for cre- 
ative responses may be invented by the child or may be ini\tiated by 

\ 

others. In either car^o , responses may involve t ranslation\ and elabor- 



ation of existing forms or, at increasingly higher tDv^ls, transformation 
sof existing forms and construction of new forms. 



22. Problem-solving skills \ 

I'he child applies memory skills and skills of critical -and crektive 
thinking "-.o identification, analysis ) and solution of ..problems and to 
evaluation of his own responses and products in the process. In problem 
solving for decision mak;yng , this evaluation includes appraisal of 
alternative solutions and their consequences, vwith the repeated applica- 
tion of these skills in recurrent problem areas "(Such as categorizing) , 
the child develops generalized strategies of problem solution that he 
draws upoh appropriately in encounters vith similar problems. 

23 . Flexibility in the application of information-processing strategies 



The child recognizes that there are different approaches to e^iploring 
th^ environment and to obtaining and processing information from it and 
that these approaches are differentially effective in different situations; 
he applies these approaches flexibly and appropriately (singly and in 
balance or combination) without being locked into habitual modes of per- 
ceiving and thinking (cognitive styles). For example ; in order to 
obtain information about a new situation, he does not limit his explora- 
tion to discrete components but consjtders the situation as a whole and 
the relationships among components (focusing vs . scanning) • Of 'course, 

V ■ 

the child cannot apply differential information-processing strategies 



if he does not have them in his repertoire, so this goal of flexibility 

in application is attainable only if the child first learns to adopt 

such opposing strategies as: < 

■" risk taking - caution 

persistence - relinquishment 

spontaneity - reflection 

memorization - organization for reference 

intolerance of . -accommodation of 
ambiguity, contradiction ambiguity, contradiction 

■ \ ■ 

•24, Quantitative and relational concepts, understandings^ and skills 

The child exhibits increasing^evidence of concept attainment, under- 
standing, and" skills--at age- and stage-apjlropriate levels-^in the- follow- 

V 

ing areas: number (including one-to-one correspondence; meaning of the 
positive integers, zero, and tractions), number properties (e'.g,, odd- | 
even, divisibility), seri'ation and ordinality, conservation, relation | 
and comparison (nlimerosity , size, time, spatial position^, Value, etc.) , j 



causality, and measurement and est imalrion; enum^ation; counting, and 
^simple arit|imetic and other , formal operations/ , ' 

2 5 • General knowledge 

. ■ ■ ' I - 

The child has a reasonable amount of knowledge in areas important to ■ | 

■ * I 

functioning in school and outside: health ^nd" safety, social environ- | 

ment (including adult roles) , physical environment, practical arts . | 

(including knowledge of tools), cotisumer behavior, sports and games, a^t 

and music, literature, etc< Such general knowledge not only is import' nt 

- ■ \ . ' ^ . . ■ ^ / 

^ '\ •• ■ ■ . • ■ . ■ 

to present functioning and\ survival , but also facilitates the acquisition. 



'^f more advanced knowledge and provides a basis for Interpersonal ^comf 



O rounicatioh and aesthetic satisfaction -y 
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26, Competence' motivation 

The child wants to improve his skills, exhibits satisfaction with im- 
provc^morit or mastery^ and seeks learning experiences in the absence of 
external pressure or reward. This kind of motivation is more associated 
with the procesi^ of mastery tlian with any ;^articular content of learning, 
and evidence for the tj^Mu^rality of competency motivation would have to - 

..he accumulated' across tasks and ^^ituations. This is not to say, however , 

\ ■ ' - ■ . , . 

-'^ that we would oxpe\t children to find this intrinsic satisfaction from 

\ " --...^ " 

learning and improvement in, al! areas of - their activity. "Nor does "com-/^- 

pete nee motivation'' Encompass all aspects of achievement motivation; 

- ■ ■ * .-r 

some motives to achieve are stimulated by the effects of Success (or 

fear of failure) rather than by the acconr>plish>:ng per se. 

27* Facility in the use of resources for learning and^^jatob^lem solving 

The child knows that he can' obtain help and information from various 
external sources, knows what some of these spidrrces are (adults, children , 

- - -foooks^,^-J.iteaj:y., flreLde^artjiient hospital, etc.') , 

■and uses these resources appropriately and effectively. 

28. Some positive attitudes toward learning and school experiences 

The child does not have a generalized negative attitude toward learning 
and* school experiences. While it is not realistic—or perhaps even 
functional^ — to expect every child to like all aspects of education and 
learning, he should have positive* feelings toward some aspects and not 
reject the total process. 



/ 
/ 
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29. Enjoyment of humor, play, and fantasy 

The child enjoys situations involving humor, play, and fantasy and i:ar- 
ticipates in them- within the limits of opportunity and ability. With 
increasing age, his sense of humor broadens, oven to encompass himself. 



Implications for Measurement, Research, and Policy 

-The foregoing statements about social competency carry with them certain 
implications for measurement, research, and^ policy relating to young children. 
Among these implications are two major ones; 

1 . The immediate need to translate the components of each of the twenty 
nine statements into appropriate measurement terms . By /'measurement" we in- 
clude observations, ratings, records, and social indic^, as well as tests 

■ *- - W 

(or other performance measures) and self -reports .^>rndoed , with the youngest 

children and for certain classes of variables jfhroughout the age/grange, tests 

/■ ' \, 

^ . \ . 

do not provide a valid basis for 'inferences about social competency), other 

measurement techniques must be used. Candidate measures already exist for a 

number of the social competency variables and dimen'.sions (for various age 

levels and population groups), and the framc^work provided in^ this report 

offers a useful scheme for searching these measures put and codifying them 

Fur.thermore, the goal statements, used along with standard principles of co 

struct validity and psychometr ics , provide a basis for evaluating the adequacy 

of the measures that are identified. ' 

The codification and evaluation of existing measures will also reveal 
areas where new measures are needed and where construct validity must be 
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ostablished. Considerations for measurement development and validation are 
offered in an earlier report by Anderson^ Messick^ and Hartshorne. That re- 
port includes sections on the importance of th<?oretical conceptualization, 
critical properties of measuring instruments, environmental assessment as a 
necessary concomitant cjf person assessment, educational and social applica- 
tions of measurement, manpower development needs, and important polipy 
supports. ■ ■ . 



2 - The long-range importance of increasing our understanding ^of the 



mechanisms of learning and development . The goal statements presented in 
^:his report reflect certain fundamental inadequacies in both our theories 
. and our empirical findings about young children; there are a number of pro- 
cesses that we simply do not yet understand. These inadequacies will be 

r 

further reflected in the measures related to the goals and, hence in any 
policy decisions based dTvuses of those measures unless , wer^eTiberately ^ 
. undertake coordinated efforts t^"-<m:rease our understanding and knowledge. 
It isr of course, essential that the restli^. of these efforts be systematic- 
ally incorporated into pB'ogram applications. In^-^her words. We cannot hop« 
to ijnprove the forltmlation of goals, the quality of measurement, or the 
cippropr lateness of policy ^de^isions Without a continuous commitiuent to re- 
search inquiry into the processes ofL^uman development. 



Index of 



achievement motivation 
26 

actinq in 

9 

acting out 
9 

adaptive f lexibili ty 
21 

adult roles, knowledge of 
25 

aestHietic satisfaction 

5, 21, 25, 29 

affect 

4, 5, 7, 28, 29 

affection 

7 

aggression 

9 

antisocial behavior and values 

6, 9 - 

anxiety 

9 

arithmetic 
24 

art and music knowledge 
25 # 

associational fluency 
21 

attention 

12, 19 

attitudes toward learning 
28 

attitudes toward school 
28 

auditory-motor coordination 
16 

auditory skills 

13, 16, 17 



Compctenc,y Variables* 



|autonomy 

2, 20, 27 

bladder and bowel control 

3 

capital izat ion 
17 

categorizing 
18 

causality, understandings of 
24 

cautiousness 
23 

.cheating 

9 

clt anl iness 
3 

c losuro 
13 

clumsiness 
15 

coding 
17, 18 

cognitive control 
9, 10, 12, 23 

cognitive styles 
• 22, 23 

competence motivation 
2G . 

concentration 
. 12 . 

concept formation 
18 

concrete operations 
.24 ' 

conservation 
24 

construction 

21 . 



*The numbers after each valriable refer to the numbers of the 29 competency 
statements in the section entitled "Components of Social Competency and '. 
Goals of Early Intervention Programs/' 
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Index of <^"ompetency Variables, cont* 



constructions of reality 

24 . 

consumer knowledge 

25 , 

convergent construction 

22.... , 



cooperat ivoness 
10 

copying 
16 

counting- 
24 

creative "thinking • 
21, 22 

critical thinking 
20, 22, 23 

curiosity 
11 

tcision making 
^ 2, 20, 22 

/ 

'decoding - 

' ^-^^ ■ ^ . ' 

defense mechanisms 

; 9 

dependency 

2, 27 ' 

dexterity 
14 

disruptive behavior 
9 

divergent construction, 
21 * 

eating habits 

■ • . 3 

effectance 
26 

egocentrism^ 
8, 24 



elaboration 
21 

emotion 

5, 7 

empathy 

6, 8 

encoding , ., 

.17 

enumeration 
24 

estimation 
24 . 

evaluation 
20, 22 

explanation 
18 

exploratory behavior 
11, 22, 23, 26 

fairness 
10 

fantasy 
29 



figure-ground separation 
13 

flexibility 

21, 23 ^ 

flexibility of closure 
21 

fluency 
21 ' 

focusing 
23 

form discrimination. 
13 

formal operations 

22, 24 

friendship 
7 



Index of Competency Variables, cont. 



functional fixedness 
21 

functional langAge 
17 

general knowledge 

10, 17, 18, 23, 24, 25, 27, 29^ 

grooming 
3 

gross motor skills 
15 

health knowledge 
25 

helpfulness 
10 

hostility 
9 

humor 
29 

hygiene 
3 

ideational fluency 
21 

identity consolidation 

.1 
«. 

imitation 

^16 ■■. 

impulse control 
9 

information processing strategies 
23 

initiative ' 
2, 21, 26 

instrumental dependency 
27 

intelligibility 

1,7. , ■ 

. interests 
1/11 



interpersonal communication 

i; 25 / 

interpersonal sensitivity 
5, 6, 7, 8, 9", 10, 29 

intrinsic motivation 
26 

intrinsic satisfaction 
26 

invention 
21 

judgment 

20 

kinesthetic skills 
13 

label ing 
17, 18 

language skills 

17 ' 

legibilTty 
17 

level of aspiration 

listening 
16, 17 ' 

1 i terature knowledge 

2'5 

locus of control 
2 

lying 

9 

mastery 
26 

memory skills • 
19, 22 

mimicry 
16 

moderation 
9 
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Index of Cojnpetency Variables, cont, 

modulation \ 

9 

morality 
10 

motivation 

2, 4, 11, 26 

narration 
■ 17 . 

neurosis 
4, 9 

number concepts 
24 

numerosity 
24 

obedience 

ordinality 
24 

m 

organizing 
19 

originality 
2X 

perceptual analysis 
13 - 

perceptualrmotor skills 

16 . 

perceptual skills , 
13 

perceptual synthesis 
13 

perseveration 
21 

persistence 
12, 23 

personal worth 

4. . - • 

play 

29 . . 



problem analysic 

20 

problem identification 

\ 20 

i^oblem sensitivity 

* 20 

problem salving 

• , 22 

problem solving strategies 
i22r 23 

productive language skills 
il7 

proisocial behavior 
10 

punctuation 
17 

quantitative concepts 
24 

reading 
17 

receptive' language skills 
17 

redirection 
9 

reflectivity 
23 

rehearsing 
19 

relational concepts 
. 24 

repression 
9 

resiliency 
4 

resource utilisation 
27 

responsibility 
2 
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Index of Competency Variables, cont. 



retrieval 
19 

rigidity 
21, 23 

risk-taking 

23 . 

role perception and expectation 
8, lOr 27, 29 

rrole shifting 
6, 8 

role taking 
8, 29 

rote memory 
23 ' 

safety knowledge 
25 

safety practices 
3 

scanning 

23 ' . 

science knowledge 
25 

se 1 f -appr ai sa 1 
4, 20 

self-concept 
1. 2 

self-esteem 
4 

seriation 
24 

set 

21 

similarities and differences, 
recognition of 
18 

sleeping habits 
3 

social egocentrism 
8 
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social sensitivity 
5, 6, 8 

spatial egocentrism 
24 . 

speaking 
17 

spelling 
17 • 

spontaneity 
23 

spontaneous flexibility 
21 

stealing 

stereotype avoidance 

8 

storage 
19 

tactile skills 
13 

tas^ orientation 
12, 26, 28 

tolerance of ambiguity « 
23 

tolerance qf contradiction 
23 

tolerance of failure 
4 

tolerance of frustration 
4 

tool knowledge 
25 

tool use 
14 

transformation 
21 

translation ' 
17, 21 
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Index of Competency Variables, cont. 

values 
h 

verbal comj^rehension. 
17 

verbal description 
17 

verbal interpretation 
17 

verljcil recall 
17 

violence 
9 

visual -mo tor coordination 
If) 

/isual skills 
13, 17 

vocabulary 
17 

writing 
17 
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